case method. The approach centers on a written assignment, which can be productively used in college-level management courses and provides the opportunity for active and reflective learning on both intellectual and personal levels.
Background
Case analysis complements traditional and experiential teaching methods. Cases promote deductive learning (Barnes, Christensen, & Hansen, 1994; Bocker, 1987; Kaufman, 1991) and cultivate critical-thinking skills (Berger, 1983; Eisenhardt, 1989) because the student is required to link theory to a real-life situation (Osigweh, 1986) . As educators, we have a compelling charge to move students from the objective, and often routine learning of facts, to generative learning involving personal reflection and ingenuity (Kozlowski, 1995; Toren, 1993) . Having students diagnose complex situations with incomplete information, as portrayed by most written cases, assists in this pursuit. On a practical level, case analysis is helpful in developing decision-making skills because cases often require the generation and evaluation of alternative courses of action (Gilmore & Schall, 1996) .
The use of case analysis is most constructive when the analyst perceives some connection to his or her own experiences (Rasmussen, 1984; Schnelle, 1967; Wexley & Latham, 1991) . When this occurs, active learning can take place (i.e., students appraise a situation and support their alternatives by relying on their own reasoning processes). A major value of active learning is that students are more likely to remember the method they used and the information involved in reaching a decision (Green, 1994; Spizizen & Hart, 1985) . More important, the active learning experience moves the focus from the teacher to the student and has the added benefit of promoting lifelong learning (Cinneide, 1997) . Given the almost endless supply of case subjects and lengths, the case method can serve as a basis for a potentially energetic classroom discussion and/or written assignment.
However, the case method does have its drawbacks. One is the inadequate involvement of some students in the case study process when it is used as the basis for class discussion (Miner, 1985) . This may be attributable to students' lack of identification with the case, poor preparation, and/or reluctance to participate in a large group setting. The instructor may overly control the case discussion (Argyris, 1980) , with students limiting their comments to what Gilmore and Schall (1996) called the "guess what is on the mind" model of teaching (p. 446) . Without adequate experience in this method, an instructor may be less successful in facilitating a discussion (Sykes, 1990) . Students' participation then becomes an end in itself, with the case analysis taking on a hit-or-miss quality. Another limitation is that most cases are culturally biased and basically are drawn from American-based organizations. Thus, they do not lend themselves to some of today's pressing issues and problems involved in management of global organizations operating in an international marketplace with a culturally diverse workforce.
A serious critique of the case method concerns transfer validity, in which some cases depict problems that may not represent the current complexities of organizations and/or may have limited information available (Jennings, 1997) . Cases are also time-bound; there is no opportunity to be proactive and prevent the problem or to respond to later developments in the situation. A student must, by necessity, be reactive in dealing with the situation and follow a rigid format (Hiam, 1990) . Some wonder whether any learning takes place after class discussion, especially considering the large amount of time that may have been devoted to analyzing a case (Sykes, 1990) . Although one study found case analysis to be useful, there is no body of research that evaluates its value as a learning method (Wolfe, 1993) .
Student-developed cases may be more effective than preexisting written cases to connect theory with practice or real-life events and thus address some of the limitations cited above. In the following sections, the studentgenerated case method is presented, the five phases of the method are described, the benefits of it are discussed, and suggestions for using it are provided.
An Overview of the StudentGenerated Case Method
The focus in this article is on the student-generated case as a teaching and learning method in management courses. From our experience in using this method, we found it to be very productive when used with undergraduate students in the principles of management and organizational behavior courses. We have used the method repeatedly in our classes in the two universities in which we teach. Both universities are teaching-oriented institutions. One is a public college that is part of a larger university system and which is located 20 miles from a large metropolitan city. Students are drawn from both urban and suburban areas and most of them work either full-time or part-time in organizations of various sizes in the community in both areas. The other is in a relatively small university town in which students are mostly residential and work part-time in businesses in the surrounding community. Average student age is about 21 years. There is significant diversity among the students in 518 JOURNAL OF MANAGEMENT EDUCATION / October 2001 terms of age, gender, race, ethnicity, and religion in the first university and in terms of age, gender, and nationality in the second university. The average class size range is between 15 and 40.
The student-generated case is a form of case study that derives from the classic case method. A major difference, however, is that students analyze situations drawn from their own work and life experiences. This difference represents the underlying advantage of the student-generated case as a learning tool. Payette (1993) contends that management can best be learned from experience, but because it is impossible to teach experience, we need to be as close as possible to the real world. With the student-generated case method, we come very close to the real world because cases utilized involve situations selected by the learners from their actual work contexts.
Support for using the student-generated case study as an effective learning tool can be found in the literature. For example, Schnelle (1967) suggested that rather than having all students analyze one problem, have each student first write a problem and then try to solve it. He stated, "Of all possible problems that might be chosen for investigation, the easiest to find and analyze are those contained in the experience of the analyst himself " (p. 193). Rasmussen (1984) adopted Schnelle's scheme and encouraged its use in the applied behavioral science field. Argyris (1980) , as well as Wexley and Latham (1991) , emphasized that cases may be used with maximum effectiveness if their circumstances closely correspond to the reality of the learner, and Payette (1993) noted that any revelation worth having would come from one's observation of self and one's own circumstances.
The student-generated case assignment can be described as a five-stage process. The 1st Stage involves developing the initial text of the case. Early in the semester, each student writes a narrative about a work experience or a management situation that carries special significance for him or her. The narrative becomes the initial material, which the student will rework, analyze, and reflect on throughout the semester. In the 2nd Stage, the student reflects on the chosen experience. He or she also starts analyzing the situation, identifying problems and issues, as well as the causes and antecedent conditions of these problems and issues. In the 3rd Stage, the student applies course material to his or her situation, making connections of conceptual ideas to his or her own experience, then develops alternative solutions. In Stage 4, the student analyzes the different alternatives and selects a preferred course of action. Stage 5 is the assessment phase in which the student reflects on his or her work, noting the before and after differences in perceptions, understanding, and handling of the situation.
Before presenting these five stages in depth in the following section, two points should be made. First, the stages are not considered distinct proce-dures but information pods that are revisited and refined as the semester progresses. Second, these stages are adapted from Kolb's (1984) experiential learning cycle. Kolb suggested that experiential learning involves a cycle of four-phases with four adaptive learning modes-concrete experience, reflective observation, abstract conceptualization, and active experimentation. Stage 1 of our student-generated case assignment corresponds to Phase 1 in Kolb's cycle-the concrete experience. Like Kolb, we believe that learning, change, and growth can begin with the grasping of a concrete experience. Stage 2 of the student-generated case is similar to Phase 2 in Kolb's workthe reflective observation. Thinking of an experience is followed by an internalized reflection on the experience and an analysis of the problems and issues involved in that experience. Stage 3 of the assignment is parallel to Kolb's 3rd Phase-the abstract conceptualization. The concrete experience is utilized to validate the theoretical concepts studied. It is emphasized as a focal point for learning, giving life and meaning to the constructs and principles covered in the course. Stage 4 of the assignment is comparable to the last phase in Kolb's model-active experimentation. The student is now in a stage in which he or she can evaluate and select a course of action based on the reflective and abstract comprehension that preceded. Stage 5, the evaluation stage, is an essential phase in the student-generated case approach that does not have an analogy in Kolb's learning cycle.
Stages of the Student-Generated Case Assignment
As early as possible in the course, the instructor presents the studentdeveloped case assignment to students, clarifying its purpose, how it is to be carried out, and how it relates to the course objectives as stated in the syllabus. A written handout outlining the assignment, its requirements, and the grading procedure is distributed to students. It is crucial that adequate time be allocated for the instructor to clarify any aspects of the assignment, answer questions, and address concerns the students may have at this initial phase.
STAGE 1-CREATING A CASE
As in the classic case study, the student-generated case method is based on a text. Each student, therefore, is asked to prepare a written narrative of about three pages. The narrative becomes the initial text that the student will continually rework and analyze during the course. Our premise is that each student begins with a story about a work-related experience. If a student has never worked in an organization or cannot think of a specific work-related experi-520 JOURNAL OF MANAGEMENT EDUCATION / October 2001 ence, he or she is advised to think of an experience related to a sports team or a student organization, and so forth, of which he or she is or has been a member.
To promote direct engagement with the case, students are encouraged to include their emotions and reactions as have occurred in the situation. In fact, at this point the term narrative or story is preferable to the term case. Acknowledging emotions encourages reflective observation (Kolb, 1984) , which helps the learner assess various aspects of the situation, especially his or her role in creating or contributing to a problem in the story.
Some students can be apprehensive at the beginning. If they have had little or no experience with case analysis, they may feel the assignment is more complicated than it actually is. They may doubt the importance of a situation they are interested in and/or its suitability as a case. In fact, some students have confided in us in some classes that they did not know what to write about or where to start. Students can also be concerned about the confidentiality of the information they include in their narratives. For the instructor to be aware of these apprehensions and concerns is important because he or she can take measures to minimize their negative impact. For example, using case analysis as part of the class work, particularly at the beginning of the semester, can be very helpful. The instructor could select an array of short cases either from published material and/or from students from prior semesters who have given permission to use their cases, and utilize them for class discussions. This gives the student some general exposure to the case study method, and to how cases are constructed and analyzed.
Having students discuss in small groups some of the experiences they intend to write about can ease some of their anxieties. Questions asked by group members can help the student rethink issues, sort out ideas, and select from among the possible experiences the one to write about. The instructor assists by asking relevant questions to clarify the circumstances surrounding the situation. Another possibility is for the instructor to allocate time for a short conference (about 10 minutes) to discuss with each student the suitability of a topic for the assignment.
Making some of the narratives generated in past semesters available as samples for students to review can provide them with guidance on how to construct their narratives. A handout of generic guiding statements or some kind of a format around which narratives can be structured would also be helpful (see Appendix). Assuring students of a safe learning environment and emphasizing confidentiality of issues discussed in small groups can reduce students' reluctance to write about their personal experiences. Furthermore, students should be advised that they do not need to specify the name of the organization from which the situation is drawn or the names of individuals involved in the situation.
To maximize the effectiveness of this assignment, the narrative should be completed before any significant progress is made through course topics. A 1-week time period is probably sufficient for the writing and editing of a narrative. Students may wish to exchange what they have written with the small group they consulted with at the beginning of the assignment. The studentwriter receives feedback on his or her case and also gains experience as a reviewer of peer work. Use of peer reviewers results in more revisions before the work is submitted and improves writing skills (Rappaport & Cawelti, 1993) . Sharing one's work with peers also validates the experience described in the narrative (Payette, 1993) .
Once completed, narratives are submitted to the instructor for review. Feedback from the instructor motivates students by reassuring them about the suitability of their narratives to the course material and their ability to complete the assignment. If the narrative does not lend itself to analysis in view of course material or if it is not appropriately written, it is important for the instructor to provide immediate and adequate feedback to help the student rewrite his or her narrative. Rewritten narratives should be resubmitted to the instructor.
STAGE 2-PRELIMINARY ANALYSIS: THE ROLE OF SELF AND ANALYSIS OF THE SITUATION
Whether the narrative involves a current or past experience, the student is somewhat removed from the situation by virtue of sitting in a class. This promotes a certain armchair objectivity about what is taking place or what had occurred. In this stage, students first reflect on their situations. They consider why they chose a particular experience. They also think about why they believe they reacted and behaved the way they did in the story, and include the reactions of others to them. Reflections assist in personal development as the student recognizes his or her feelings, disposition, and response tendencies. For example, a person may realize his or her response to authority figures is one of hostility and/or defensiveness, or may just write about feeling angry. Students learn from their emotions (Coghlan, 1993) . It is here that the feedback from peers and the instructor assists the learner in discerning parts of the hidden self by associating thoughts and attitudes with certain behaviors. Such revelations provide a basis for personal change. Students should write these thoughts in less than two pages (one is ideal).
Students then focus on identifying the problems and/or issues involved and why they are considered as such. For example, a student wrote about how her boss handled a situation regarding a tuition reimbursement granted to her but denied to a resigning employee. It was unclear why she focused on this 522 JOURNAL OF MANAGEMENT EDUCATION / October 2001 situation. The instructor suggested that she examine the employee handbook for additional information as well as consider the leadership style, leadersubordinate relationships, the culture, and the political climate of her organization. What she ultimately realized was that she was offended by the unfairness with which the benefit was administered. Some members of her peer group saw no problem at all and did not understand her refusal to submit her own tuition bill. It took reflection on her narrative, peer group discussion, and a discussion with the instructor for the student to realize that her supervisor's behavior clashed with her own value system and ethical principles. It was primarily a problem for her because others in her work organization were unfazed by the situation, including the person whose tuition was not paid.
After identifying problems and issues, students move to ascertaining the causes or antecedent conditions related to the problems and issues identified. Recognizing the causes and antecedent conditions becomes easier for students when they review situations through the perspective of the conceptual ideas of the course. The student-written reflections, problems, and issues identified, as well as their causes, should be submitted to the instructor for review and feedback.
STAGE 3-MAKING THE COURSE MATERIAL TANGIBLE: CONNECTION OF CONCEPTUAL IDEAS TO EXPERIENCE
In this stage, students focus on applying course material to their narratives by engaging in abstract conceptualization (Kolb, 1984) . After each topical area has been covered in class, students are advised to revisit their cases and establish any connections that may exist between the theoretical material covered and their narratives. It is expected that students will constantly refine and expand these initial associations throughout the term. Students' attention is directed to the assessment of their changing views of the situation as a result of their developing management lenses.
At this point, students have usually applied relevant concepts to their cases to such an extent that they can begin the next step-formulation of alternative action plans. Besides the course material, students may research any relevant information. For example, in the tuition reimbursement case cited earlier, the student used issues from the class material such as the manager's leadership style, her coworkers' perceptions, and her ethical values, but she also reviewed her company's employee handbook and the collective bargaining agreement to draft possible alternative solutions. Again, the use of small groups can be helpful for students to discuss their action plans before they finalize them and submit them to the instructor.
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STAGE 4-ACTION PLAN
In this part of the assignment, the student evaluates the alternative courses of action he or she has generated. We advise students to develop a tree of potential consequences to help in the evaluation process. Having students generate and evaluate alternative courses of action in a safe learning environment allows them to anticipate reactions to their behaviors and prepares them to handle these reactions. Peer feedback is helpful at this stage, as an individual can try out possible alternatives. If feasible, a student can also role-play various parts of his or her case. This allows the role player to practice some actions and prepare for anticipated reactions of other persons in the case. Even if a student has chosen an incident from the past and can no longer act on the situation, it is still possible to formulate and evaluate alternatives about what could have been done to handle the situation or prevent it from recurring.
The student then selects a preferred course of action with a contingency plan in mind. He or she should specifically describe the steps in the planned course of action over a certain time period. Selected plans of action are then submitted to the instructor. This stage is instrumental in developing intervention skills. Gilmore and Schall (1996) note that although cases are useful in developing diagnostic skills and generating alternatives, they are somewhat deficient in teaching learners to implement their chosen alternatives.
STAGE 5-FOLLOW-UP
In this final stage, the student writes a reflective piece noting any reframing of the case. Students are directed to examine the dilemma of whether behaviors they have used in the past can continue to be used, as well as how and why new alternative behaviors were developed and selected. The learner is required to assess the case from the more sophisticated perspective of someone who has successfully completed the course. Would the student's emotions and behaviors be different the next time he or she is faced with a similar situation? Why or why not? What might the person do if the situation changes? If the student implemented an alternative, here is the place to report the outcomes of the implementation. Aspects to be considered are as follows: What did you do? How did others react to your actions? How did you feel? Was the situation improved or worsened? What went right? What went wrong?
In short, the student assesses if there is a better comprehension of the complexities of human behavior and organizational life at completion of the assignment than at the beginning of the course. Is there a greater understand-
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ing of the cognitions and behaviors of one's self and others? This written reaction constitutes a debriefing, which allows the instructor to determine whether learning has taken place (Petranek, Corey, & Black, 1992) . It is a mark of leadership when reflection on one's behaviors and their implications are considered (Gilmore & Schall, 1996) . Reflective skills involve awareness of one's perceptions, intentions, and behaviors (Bailey, Saparito, Dressel, Christensen, & Hooijberg, 1997) . This last part of the assignment emphasizes self-evaluation about reflective learning.
Benefits of the Student-Generated Case
Bridging the gap between conceptual abstraction and practice is a primary benefit of the student-developed case method. Management in general and organizational behavior in particular draw on a large number of theoretical frameworks from various disciplines. Students can grasp the essence of the theories but may question their relevance to work life. The student-developed case method offers an active medium through which students can recognize the pertinence of conceptual ideas and theories to actual work situations. Analyzing a case that involves one's own work experience can increase interest and involvement, enrich the learning experience, and help the student to acknowledge the importance of education to individual growth and effectiveness at work.
Furthermore, using this method, with its main focus on tying theory to reality, is one way of responding to the widespread criticism from the business community that management education is lagging behind in preparing students for effective functioning in work organizations after graduation. With the student-generated case analysis, students go beyond just learning management concepts and principles to appreciating how these concepts can actually be applied in real work situations. Hopefully, therefore, students are getting long-lasting learning rather than just passing a course.
Realism is another fundamental merit of the student-developed case analysis, which cannot be matched in using the classic case method or other traditional teaching methods. Reforming and analyzing a situation that is real, relevant, and drawn from one's own work context can intensify curiosity, increase learning and retention, and enhance self-efficacy. A student's case is rooted in his or her own experience. It is from one's experience that true learning begins (Barnes et al., 1994) . The possibility of seeking additional information as needed, observing changing conditions surrounding the situation, and realizing what has transpired and what might be evolving allows for Ashamalla, Crocitto / STUDENT-GENERATED CASE ANALYSES 525 a transfer of learning to occur. In addition, analysis of one's experiences heightens awareness of the complexities and irrationality of some organizational situations.
Another advantage of the method is that student-developed cases can include different situations with diverse elements involved in them. As with many other management instructors, we find it increasingly limiting these days to use published cases because they are mostly drawn from NorthAmerican/Western work situations. Student-developed cases, on the other hand, can provide varied situations from which broader learning can occur. Actors in the cases, as well as issues and problems involved in them, can be very diverse, reflecting some of the realities of work organizations today (Ashamalla, 2000) . In fact, we have found some cases written by students from other countries or from multicultural perspectives to be more enlightening than some published cases.
We found the process of student-generated case writing and analysis to be helpful in developing independent thought and judgement, stimulating critical thinking, improving writing abilities, cultivating team spirit, and building decision-making skills. By its very nature, the method allows students to become change agents accountable for their own growth. Because the responsibility to prepare and reconstruct a personal situation devolves to the student, he or she becomes an active participant rather than a passive receiver in the learning process. We infer this based on our collective experience from the reflective portion of the assignment and from students' evaluation of the course conducted at the end of the semester. Hopefully, the assignment establishes an interest in active learning on a lifelong basis (Cinneide, 1997) .
Writing and analyzing one's own case helps students attain an enlarged consciousness (Payette, 1993) . This is accomplished by the accumulation of small insights about one's self and the situation because course material related to the case is considered throughout the semester. Reexamining the same case allows students to become more aware of their own thought processes and cognizant of the contradictions that exist in any case (Gallos, 1992) . In general, we have found that students appreciate the value of the student-developed case method. Verbal feedback provided in course evaluations is usually very positive and provides assurance that the students enjoy the assignment and benefit from it.
Student-developed cases create synergy. Topics represented in the case stimulate class discussion and offer ideas on which to base small group presentations. For example, one case shared by a student with his group was about having been drug tested at work. Group members collected additional information on this topic and ultimately presented a commentary and a role-play of the actual experience. With permission, a case that presents a thorny situation for a student can be anonymously presented to the class as a hypothetical example. It can be formed as a question such as "Suppose you were in a situation in which . . .?" Student-developed cases are also exciting to students and the instructor. Ramsey and Couch (1994) describe partnership learning situations as "learning from unexpected sources at unexpected times" (p. 141). Based on our experience, this occurs frequently and at delightfully unpredictable points during a class discussion or individual conversation.
A most valuable outcome is the classroom climate that develops from sharing experiences. A positive relationship develops between the instructor and the student and within the student cohort when peer groups are used. Knowledge may be created through personal interaction in a caring and supporting environment-which is described by Jacques (1992) as a "kitchen" environment. In such an environment, knowledge and support are nurtured. Bonding is strong among students who help one another and provide ideas and feedback. The process of questioning and discussing one's own work results in a learner-centered environment. Indeed, we have found reliance on the instructor to diminish gradually as the semester continues.
Finally, interacting with students about their experiences enriches us as educators. It provides task identity, task significance, and feedback to the teacher when students embark on self-discovery of their own inner resources and seek and respond to guidance. This is probably one of the most rewarding aspects of our work.
Suggestions for Using Student-Generated Cases
The following are suggestions based on our experience using studentgenerated cases as an instrument of personal change, growth and learning. First, students may be hesitant to start an assignment that is not only different but requires homework before they are exposed to a substantial amount of course material. As mentioned before, having sample cases from previous semesters available for review by students can give them some direction on how to write their narratives. We found that distributing a handout with instruction sets, about five or six sets, each designated to one of the main topics of the course and including generic questions or some kind of a format around which a narrative can be constructed (see Appendix), to be instrumental. A student reads the instruction sets and utilizes the one that is closely associated with his or her selected experience. This facilitates the writing of the cases. It also allows for the formation of cases in a similar way, which Ashamalla, Crocitto / STUDENT-GENERATED CASE ANALYSES 527 helps the instructor focus on the content and not be distracted by variation in form while grading students' work. In addition, students need to be assured that the instructor will provide additional direction via guiding questions and statements when the narrative is submitted. Second, the degree to which students are familiar and proficient with case analysis varies. It helps immeasurably to use several cases during the course. Shorter cases are especially worthwhile early in the semester. Students develop critical thinking skills during the analysis of published cases. Practice facilitates transfer of training to the student's self-generated case. As the learner's competence in handling cases increases, so does the excitement of examining one's own experiences. Proficiency in analyzing student-generated cases is gained by the use of other experiential methods, especially roleplaying and self-scoring instruments in a variety of topical areas. To continue with the example of the tuition reimbursement case, the student's understanding of the situation and framing of alternatives was influenced by comparing her value profile with those of others in her peer group.
Third, emphasizing the page limits per stage encourages concise writing and makes the assignment manageable for the writer and teacher. Collecting each part of the assignment as soon as students complete it and returning it in a timely manner allows students to make needed changes and revisions before starting the next phase of the work. Feedback is vital; it should be timely, specific to each individual case, and supportive. With respect to grading, the instructor can make his or her own decision whether to assign a portion of the grade to each phase of the process or to assign the total grade to the end product. Whichever system of grading the instructor uses, it should be made clear to the students from the beginning.
Fourth, an alternative approach to having students create only a single case and focus on it throughout the course is to have them create multiple cases, each addressing a specific experience that would be analyzed in view of one main topical area of the course material. This is left to the choice of the instructor and depends on the course material, course objectives, and other learning activities to be covered during the semester. We have used both approaches and found them both to be productive. If the second approach is chosen, the original narratives have to be focused in content and limited in length. Time allocated for the assignment should be spaced and divided equally among the cases. Use of instructional sets is particularly helpful with this choice.
In conclusion, the student-generated case method as presented in this article allows for active and reflective learning, heightens the relevance of theoretical material to one's work and life experience, and promotes lifelong learning. The method is not suggested as a substitute for the traditional case
